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The present study attempts to appraise the assimilation
of African cultural aspects by African-American teachers and
students, and teachers' related instructional behavior.
Given the blatant void of accurate African culture
curriculum, even in an era supposedly of enlightenment, a
"Celebrate Africa" workshop was designed as a curative
measure to this situation.
The research was based on three major assumptions:
One, the Celebrate Africa Workshop would have a
positive effect on teachers' and students' knowledge about
Africa;
Two, the Celebrate Africa Workshop would have a
positive effect on teaching about Africa;
Three, the Celebrate Africa Workshop would improve
teachers' and students' attitudes towards African culture.
Eight hypotheses were derived from these ass;imptions.
A twofold questionnaire, one for teachers and one for
their students, was developed.
The findings significantly supported all eight
hypotheses. They also pointed to a need for further studies
about African Americans' attitudes toward African culture,
an evaluation of the effectiveness of this approach, among
others; and an introduction of Swahili and African culture
in all schools.
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This chapter deals with the "Docile Slave" Myth created
to lay the ground for, and perpetuate, the situation of
European advantage and African disadvantage, an overview of
the African resistance on the African continent and in the
Americas, and the alienation of both the oppressor and the
oppressed altogether.
Background
The "Docile Slave" Myth
The extent of the literature pertaining to the
relations between Americans and Africans over the last five
hundred years, besides commenting on the events of the
interaction, indicates that there has always been an attempt
to justify acts and conditions which brought about the
situation of European advantage and African disadvantage.
This discourse was devised and attitudes were engendered
suggesting that Africans were conceptualized as less than
human, a means of justifying European domination. As Keith
E. Baird has pointed out:
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Terminology can be used as an effective weapon in the
arsenal of liberation rather than used as a part of the
armament of oppression.i
This trend is still perpetuated and propagated through the
media, particularly the film industry. An extensive body of
work by renowned scholars shows the role of the educational
system in conditioning subject people for domination.
Frances Cress Welsing explains the impact of Edgar Rice
Burroughs' alienating work, the Tarzan series, on the
Western culture:
Before Burroughs died in 1950, he had produced 26
Tarzan books. So significant is the Tarzan symbolism
for Western civilization and culture that Burroughs'
company remains a multi-million dollar industry
worldwide.
Edgar Rice Burroughs is one the largest selling authors
in the world. In 1975, his company estimated that more
than 150 million copies of his books had been printed
in 50 languages around the world. By 1980, the entire
Tarzan series was being reissued.^
Carter G. Woodson provides an insight into the
philosophy of uplifting or genuine education versus pseudo¬
education, a mere transmission of information:
To qualify for certification in the professions Negroes
must go to other schools, where, although they acquire
the fundamentals, they learn much about their
"inferiority" to discourage them in their struggle
upward.^
^Keith E. Baird, "Semantics and Afro-American
Liberation," General Semantics (Baird May 1970): 265.
^Frances Cress Welsing, The Isis Papers: The Keys to
the Colors (Chicago, Ill.: Third World Press, 1991), 30.
^Carter G. Woodson, The Mis-Education of the Negro
(Trenton, N.J.: Africa World Press Inc., 1990), 149.
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Similarly, though decades later, Nancy Larrick still
confronts this problematic situation, the blatant prejudice
through children's books:
But the impact of all-white books upon 39,600,000 white
children is probably even worse. Although his light
skin makes him one of the world's minorities, the white
child learns from his books that he is the Kingfish.
There seems little chance of developing the humility
so urgently needed for world cooperation, instead of
world conflict, as long as our children are brought up
on gentle doses of racism through their books.^
Following is a vivid demonstration by Edward W. Said of
imperialism as imparted through educational channels, in
order to justify its existence as a mal necessaire
(necessary evil) for the "natives," the civilizing mission:
Active domination of the non-Western world by the West,
now a canonically accepted branch of historical
research, is appropriately global in its scope... Power
makes this convergence possible, of course; with it
goes the ability to ...learn about other people, to
codify and disseminate knowledge, to characterize,
transport, install, and display instances of other
cultures (through exhibits, expeditions, photographs,
paintings, surveys, schools), and above all to rule
them. All this in turn produces what has been called a
"duty" to natives, the requirement in Africa and
elsewhere to establish colonies for the "benefit" of
the natives or for the "prestige" of the mother
country, the rhetoric of la mission civilisatrice.^
Equally eloquent and proficient are Basil Davidson's
accounts. He describes Nelson Mandela's release on February
%ancy Larrick, "The All-White World of Children's
Books," in Journal of African Children's & Youth Literature
3 (1991-92): 1-10.
^Edward W. Said, Culture and Imperialism (New York:
Alfred A. Knopf, 1993), 108.
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11, 1990 as a triiomph of light over darkness, freedom over
subjugation:
...Specifically it was a moment to recall that the
facts of Africa's own history have always been, and
remain, an entirely convincing denial of the mytholo¬
gies of modern racism, in the name of whose lies and
legends so many have suffered persecution in South
Africa, as in the entire continent.®
Expanding on the aforementioned lies aiming at the
justification of oppression of Africans, Davidson revisits
the times of the slave trade:
...The "justifications" were expressed in the language
of brutality and ignorance. Africans were "savages
living in primeval darkness," and so long as they were
"baptized" by the casual waving of a Christian priestly
hand above their heads while they lay in chains, the
profits of enslaving them were profits to be taken.
Davidson, however, seems to suggest here that these
Africans, who were kidnapped from Africa and smuggled into
the Americas, against their will, did not offer any kind of
resistance. It is important that this stereotype be
addressed here. Some sort of digression will be opened here
about resistance. There exists a great body of literature
on resistance against injustice, including slavery, among
Africans throughout the ages: in Africa or elsewhere. It
would suffice to mention a few, beginning with resistance in
Africa and then in the Americas.
®Basil Davidson, Africa in History (New York: Macmillan




Cheikh Anta Diop gives an account about the braveiry of
Queen Candace who even impressed the Romans:
The Nubians and Egyptians of antiquity felt very
comfortable in their own country and did not wish to
leave it; they were not conquerors, but were
distinguished by their spirit of justice and piety.
When Queen Candace took command of her armies, it was
to defend the national soil against the troops of
Augustus Caesar commanded by the general Petronius.
She fought nonetheless with such energy that Strabo
said, "she had a courage surpassing that of her sex."®
Similarly, Rodney reveals Queen Nzinga's courage as,
centuries later, she opposed a fierce resistance against
Portugal:
In Angola, the Portuguese employed an unusual number of
their own troops and tried to seize political power
from Africans. The Angolan state of Matamba on the
river Kwango was founded around 1630 as a direct
reaction against the Portuguese. With Queen Nzinga at
its head, Matamba tried to coordinate resistance
against the Portuguese in Angola.®
Besides, Diop reports that, in the war between Troy and
Greece, the former sought the help of Africans, "Troy, aided
by 10,000 Ethiopians sent by the king of Egypt, was
overthrown by the Greeks."^® Still proving the military
skills of the African People, Diop reminds the reader that
®Cheikh Anta Diop, The Cultural Unity of Black
Africa (Illinois: Third World Press, 1990), 163.
^Walter Rodney, How Europe Underdeveloped Africa
(Washington, D.C.: Howard University Press, 1982), 80.
i^Cheikh Anta Diop, The African Origin of Civilization
(Westport: Lawrence Hill & Company, 1974), 118.
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General Hannibal, the famous Carthaginian Leader, was indeed
of African descent:
We need not insist on the fact that the Carthaginian
general, Hannibal, who barely missed destroying Rome
and who is considered one of the greatest military
leaders of all time, was Negroid.
Elsewhere, DeGraft-Johnson wrote about the same General in
these laudatory terms;
In 218 b.c., under Hannibal, the Carthaginians, whose
power in Spain extended to the Ebro, crossed the river,
thus declaring war on Rome, who had before committed
acts of unprovoked aggression on Carthage by seizing
the rebel Carthaginian possessions of Corsica and
Sardinia.
The young Carthaginian general, by his remarkable
exploits, earned the honour of being regarded as one of
the most brilliant commanders in the whole of history.
Hannibal defeated the Romans in battle after battle
until Scipio the Elder, Africanus Major, famous for his
cham, set himself to entice the African Numidian kings
away from their Carthaginian alliance.
According to deGraft-Johnson, in the early days of
African colonization, particularly that of Ghana by the
British, resistance was not uncommon either. For example,
Nana Kobena Igyan, an Ashanti Leader, made it clear to
England that he and his People simply would not submit to
her whims. He declared that he would rather suffer the
consequences, including death, rather than breaking his
iilbid.
I2j. c. deGraft-Johnson, African Glory (Baltimore: Black
Classic Press, 1986), 20.
oath and allegiance to his constituency. This led to his
arrest. He was eventually sent into exile:
The traditional ruler of Elmina, Nana Kobena Igyan, was
invited to Elmina Castle and asked to swear allegiance
to the British. This he refused to do, saying that he
was not afraid of British power and that the British
could hang him if they wished, since he had no desire
and no power to break the oath which he had taken to
oppose British rule at Elmina. He indicated that only
the Elmina State could compel him to revoke the oath
which he had taken. Constitutionally, Nana Kobena Igyan
could not act otherwise. The British authorities on
their part found the Omanhene of Elmina a dangerous
person to have around when the Ashanti armies were
actually advancing on Elmina, and accordingly Nana
Kobena Igyan was arrested and detained. Plans for his
deportation to Sierra Leone were soon completed and on
June 11, 1873, he was led out of the castle to say
farewell to the people of Elmina.
Reporting about Portuguese intrusions in eastern
Africa, among others, Johnston wrote about two cases
occurring respectively towards the end of the 16th and 18th
centuries. The first case is one in which Portuguese forces
were defied by the Monomotapa People:
At the end of the 16th century the Portuguese had
terrific struggles with the natives in the interior
of Monomotapa, behind Kilwa, on the mainland of
Mogambique, and in the vicinity of Tete on the
Zambezi.
The second one involves a fierce battle in which the
Portuguese were forced to abandon Manika, the gold-mining
Country, in the Region of Mozambique:
I3lbid., 179.
^■^Sir Harry H. Johnston, A History of the Colonization
of Africa by Alien Races (New York: Cooper Square
Publishers, Inc., 1966), 103.
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The forts on the mainland opposite Mocambique were
captured by an army of Makua; and the Island of
Mocambique itself very nearly fell into the hands of
the negroes of the mainland.
Surely, the above suggests a pattern of resistance among
Africans whenever their dignity and Human Rights have been
at stake: no matter what the conditions. This was the case,
even in the worst conditions they have endured in captivity.
The concept is used here interchangeably with bondage, both
terms being preferred to "slavery." Even though one is
aware of the fact that Africans were sold in Asia as well as
in Europe, this study focuses on the "Slave Trade" in the
Americas. Therefore, if no mention is made here about
African uprisings in such places, this is by no means to say
that they did not occur. According to Johnston writing in
1913, for example, there still existed, in India, princes of
African descent:
Into the West coast of India negro slaves were imported
from East Africa to become the guards of palaces and
the fighting seamen of navies. In the Bombay Presidency
these negroes became so useful or powerful that they
carved out states for themselves, one or more of which,
still ruled by negro princes, are in existence at the
present day as dependencies of the Government of
India.
Literature review, however, strongly suggests that there is




particularly that targeting Africans, in different parts of
the world; insurrections among the captives and ensuing
penalties. Among other advantages, such works would help
unveil the truth and shed light upon yet another perspective
of African contribution to the world's economy (to say the
least?): free labor.
Furthermore, it is hoped, prejudice and racism aimed at
African people across the globe would decrease, thus
propelling mankind to a higher level of thinking and
conducting business. The daughters and sons of the former
captives would regain faith in themselves: they would have a
history to pass down onto their children and grandchildren
and, more importantly, they would do away with self¬
destructive behaviors, such as hopelessness, lack of, or
low, self-esteem; alcoholism, drug abuse and the like. They
could become aware of their forefathers' contribution to
both the global and local economies. They might be inspired
by Johnston's findings related to the keen sense and innate
love of freedom among Africans:
There are tribes like the Kruboys of the West African
coast, the Mandingo, the Wolof, and the Zulu, who have
always shown themselves so recalcitrant to slavery that
they have generally been let alone; while the least
divergence from the negro stock in an upward direction
—such as in the case of the Fula, Gala and Somali--
appears to produce an unconquerable love of freedom.
17 Ibid.
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Indeed, this kind of freedom is supported by Diop who wrote
about Chaka, a Zulu leader, whom he compared to/with King
Thotmes III:
The conquests of Chaka who is also called the Napoleon
of South Africa of modern times are, in many respects,
equal to those of Thothmes III.^^
Consequently, even in the Americas, for that matter, the
captives would still attempt to rebel against their
oppressors whenever possible. Hence, the next section is
entitled Resistance in the Americas.
Resistance in the Americas
Different types of resistance among the so-called
slaves, here referred to as African captives, have been
recorded, even during the Middle Passage: among others,
suicide, infanticide, hunger strike; raids on the captors
and escapes. This is supported by Palomino who states:
The struggle for freedom was an historical constant
among Black people; the history of the Colombian
national struggle for freedom drew inspiration from
black people's efforts to gain liberty. To meet their
objective, African slaves enacted different forms of
resistance, such as going on hunger strikes, jumping
overboard from slave ships on the voyage to the
Americas, committing suicide and infanticide, poisoning
Spaniards, running away from plantations and into the
forests and directly confronting colonists.
^^Diop, The Cultural Unity of Black People, 164.
^^Gabino Hernandez Palomino, "Maroon Struggle in
Colombia," in a Paper presented at the 1992 Festival of
American Folklife (Washington, D.C.: Smithsonian
Institution, 1992).
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Indeed, Price also supports the above. He wrote:
During the past several decades, historical scholarship
has done much to dispel the myth of the docile slave.
The extent of violent resistance to enslavement has
been documented rather fully--from the revolts in the
slave factories of West Africa and mutinies during the
Middle Passage to the organized rebellions that began
to sweep most colonies within a decade after the
arrival of the first slave ships. There is also a
growing literature on the pervasiveness of various
forms of "day-to-day" resistance--from simple
malingering to subtle but systematic acts of sabotage.20
While it is not the intent of this study to discuss
exhaustively the different kinds of resistance, noteworthy
is that of the escaped Africans known in the literature as
"runaways" or "Maroons."
According to Furness, writing about the Maroon
Resistance Movement in the West Indies, the Maroons became a
nightmare to plantation owners. Obviously, the latter were
not prepared to free the captives, without whose labor, free
labor, the plantations were doomed to ruin. Thus, terrorism
was constantly used and any attempt to rebel was savagely
crushed. This kind of violence seemed to beget violence,
creating a cycle of bloodshed on both sides. The captives,
whenever the opportunity arose, had to destroy property and
kill their so-called owners, i.e. the oppressors, for fear
20Richard Price, Maroon Societies: Rebel Slave
Communities in the Americas (Baltimore: Johns Hopkins
University Press, 1979), 62.
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retribution. The irony was that the latter would panic,
claiming that they were on the brink of extermination at the
hands of the "owned."
This kind of statement was also part of the propaganda
to annihilate any sentiment of pity towards the captives'
plight, among the liberals:
The greatest fear of slave owners in the West Indies
was of a slave rebellion. However mildly slaves were
treated, once they rebelled, their only hope of success
was to annihilate their masters, who could discuss no
compromise with them. To discuss terms with slaves was
to make them free men, a project as unthinkable as it
was ruinous to slave owners. Slave rebellions were
therefore nearly always violent and bloody, the slaves
following a policy of massacre and their masters a
policy of terror.
There were several petty slave rebellions in the
seventieth and eighteenth centuries in Jamaica; but it
was very difficult for any widespread conspiracies to
develop among the slaves in such a large and rugged
island, as they developed in the smaller Caribbean
islands such as Barbados. In 1760 there were serious
rebellions throughout Jamaica among the Koromantyn
negroes, and two further Koromantyn conspiracies in
1765 and 1766. Late in 1831, during the excitement
aroused by the campaign in England to abolish slavery,
many slaves in the north west of the island broke out
in rebellion. Although they concentrated on destroying
property and not massacring the whites, they were
brutally suppressed. Such events produced frenzy and
bitterness among everyone involved; and the normal
tensions of a slave society were raised to the lurid
passion of a racial war.21
Similarly, as Campbell wrote, the resistance movement
spread across the Americas. Not unlike their African
ancestors, as shown earlier in this study, in some cases.
21a. E. Furness, "The Maroon War of 1795," Jamaican
Historical Review, Vol. V (1965): 30-49.
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these African warriors in America launched fierce attacks.
By all odds, they defeated not only their former "masters,"
but also the entire corrupt world system which was engaged
in the infamous trade of African men, women and children.
They even founded so powerful states that their foes had to
negotiate with them:
If the "key to human dignity lies in action," then the
Maroons of the New World possessed this trait fully,
for their lives bespoke resistance--and resistance is
action. Everywhere in the region where slavery existed,
the Africans were sure to resist in myriad ways,
including making good their escape. The most
successful of those who escaped ended up establishing
their own communities along African social/political/
military lines in faraway places inhospitable to the
pursuers. These communities have come to be known as
Maroon societies in the English-speaking world, and
the inhabitants as Maroons.22
In Jamaica, on numerous occasions, the British
attempted to dislodge the Maroons from their mountainous
domains. Formal peace treaties were finally signed with
them in 1738-9. The treaties granted them lands and allowed
for recognition to their quasi-autonomous existence.
Indeed, this was a remarkable achievement of resistance.
During this early period, a group of captives stoutly
refused to have their lives fashioned by the dictates of
their masters. However, the Jamaican model was not the
22Mavis C. Campbell, "Early Resistance to Colonialism:
Montague James and the Maroons in Jamaica, Nova Scotia and
Sierra Leone," in People and Empires in African History:
Essays in Memory of Michael Crowder (New York: Longman Group
UK Limited, 1992), 89-105.
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first of its kind in the Americas. The Spanish colonial
masters, for example, also had perforce to make peace
treaties with some of the Africans who fought valiantly for
their freedom, as early as the 1540s, 1570s and the early
1600s in Hispaniola, Panama and Mexico respectively. Of all
these early free African-American communities, only in
Jamaica and Surinam have they continued as semi-autonomous
groups up to the present [1992] .23 in conclusion, it is
important to mention two important considerations.
Firstly, the resistance movement, as Furness^^ cautions,
was not inspired by some external trend or philosophy. Once
again, the reader is reminded of what is written in the
previous section. Resistance in Africa. Furness reports
that the natural sentiments of both the Assembly and the
Governor of Jamaica were hostile to the Maroons. Few in
number and obviously unconnected with the worldwide
revolutionary forces, they nonetheless inflicted much
damage and expense on the island.
Secondly, such was the Maroons' quest for freedom that
they established the first free African state in Latin
America. They were, for that matter, instrumental in
Colombia's fight for freedom. A study could be undertaken




the Maroons might have played in the 1789 French Revolution.
According to Palomino:
The Maroon struggle created the first free community of
Black people in South America in 1713: Palenque de San
Basilic in the province of Bolivar, Colombia.
The Maroons' struggle for freedom paved the way for
Colombia in its struggle to gain independence from the
Spaniards. 25
Africans laboring under duress in the USA and elsewhere
have constantly striven to obtain personal freedom and
dignity. Significant challenges are noteworthy to African
captivity as the case in the Nat Turner, Gabriel Prosser,
Harriet Tubman, and Denmark Vesey resistance movements.
Nat Turner (1800-1831)
Nat Turner led one of the bloodiest African captives'
revolts of the Nineteenth century. On August 21, 1831,
Turner and fellow Africans launched an attack which caused
the deaths of fifty-five European Americans and two hundred
Africans. This massive act of resistance he considered as
the manifestation of God's call "on him for some great
purpose. "26
25palomino, "Maroon Struggle in Colombia."





Another freedom fighter was Gabriel Prosser, in the
Haitian Revolution. He wore his long hair in imitation of
Samson, his biblical exemplar. By August 1800, he enlisted
about 50,000 fellow African captives for an uprising in
Richmond, Virginia. However, "the plot was betrayed by a
house slave to his master."27 in court, he called the
proceedings a derision. He demanded that he be executed
immediately. Upon this, Gabriel and some fellow captives
had to pay the ultimate price: "For their attempts at
freedom, Gabriel and thirty-four of his co-conspirators were
convicted and hanged."28
Harriet Tubman (1821-1913)
Harriet Tubman had fled from Maryland to Pennsylvania
when she discovered what "freedom" meant she decided to help
fellow Africans in this endeavor. She saved money, went to
Baltimore, and rescued her sister and her two children.
Tubman organized the "Underground Railroad," a network of
homes and churches. The latter (churches) raised money to





assist Tubman's efforts: "She made at least fifteen trips to
the south and lead at least 200 people to freedom."29
Denmark Vesey
In Charleston, South Carolina, Denmark Vesey gained his
freedom (in 1800). He enlisted 9,000 fellow Africans to
stage a massive revolt. He and co-conspirators were
betrayed. They were hanged on July 13, 1822.20
Now that the myth about the "docile slave" has been
cleared, the reader's mind is taken back to the impact of
education on people's alienation as pointed out at the
outset of the present work: the falsehood perpetuated by the
oppressor in an effort to justify his barbaric conduct and
to t3ry to escape guilt caused by the trade in the Americas.
Alienation of the Oppressor and the Oppressed
Davidson reports about the colonization of Algeria by
France in 1830, and the rise of doctrines paving the way for
modern racism, thereafter:
Doctrines of modern racism--of the natural and inherent
superiority of "white" peoples over "black" peoples--
began to take shape as intellectual and allegedly
29Harriet Tubman," http://www.brightmoments.com/
blackhistory/nhtubman.html, accessed on 10/22/1999.
20http://WWW.geocities.com/CollegePark/Classroom/9912/
veseyprosser, accessed on 10/22/1999.
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scientific discourse, initially in the work of the
German philosopher Georg Hegel.
To dispute this unfounded rationale, Walter Rodney
established a parallel between slave labor demand in the
Americas and human devastation, not only in West Africa, but
in East Africa and probably later elsewhere across the
continent:
The records show direct connections between levels
of exports from Africa and European demand for
slave labor in some part of the American plantation
economy... Examples of this kind of external control
can be cited right up to the end of the trade, and this
embraces Eastern Africa also... since demand in places
like Brazil caused Mozambicans to be shipped around
the Cape of Good Hope.^^
At the same time, Frantz Fanon remarkably illustrates
the effect of colonialism on the Continent, after staying in
Europe for some time.
According to Fanon, the African man who has lived in
France for a certain length of time returns radically
changed. His mentality undergoes a definitive, an absolute,
mutation. Besides:
The "newcomer" reveals himself at once; he answers only
in French, and often he no longer understands Creole...
a relevant illustration in folklore. After several
months of living in France, a country boy returns to
his family. Noticing a farm implement, he asks his
father, an old don't-pull-that-kind-of-thing-on-me-
peasant, "Tell me, what does one call tat kind of




the boy's feet, and the amnesia vanishes. Remarkable
therapy.
This situation is reminiscent of a Zairean musician
upon whose return from a tour in Belgium, for the first
time, kept repeating, "Nawuti Poto!" (Lingala for "I am
coming from Belgium!").
In a similar case. Obi, the hero of No Longer at Ease
by Chinua Achebe, goes back to Nigeria after completing his
studies in England. His fellow villagers' jubilation is cut
short because he is wearing a casual shirt instead of an
impressive three-piece suit:
The reception took place on Saturday afternoon at
4 p.m. on Moloney Street, where the President had two
rooms. Everybody was properly dressed in agbada or
European suit except the guest of honor, who appeared
in his shirtsleeves because of the heat. That was Obi's
mistake Number One. Everybody expected a young man
from England to be impressively turned out.34
Noteworthy are also, as pointed by Fanon, these
additional facts.
The African tends to display two different attitudes
depending on whether he is dealing with a European or a
fellow African. For example, teaching intensive French to
a group of high school students, the present researcher
later on found out that a few amongst them did not believe
33Frantz Fanon, Black Skin, White Masks (New York: Grove
Weidenfeld, 1967), 19.
34Chinua Achebe, No Longer At Ease (New York: Ballantine
Books, 1991), 36.
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that they were being taught academic French until a French
diplomat was invited to speak to them. Experience also
shows that some African living in the West have two
different names, a European name they use "at work" and an
African one they use "at home."
Again, some Africans living in Europe would disguise
themselves as being from the Antilles, when in fact they
came from a former Belgian or French colony. They simply
might not want to be identified with their own home country,
as they could be called by epithets:
I have known—and unfortunately I still know--
people born in Dahomey [Benin] or the Congo who
pretend to be natives of the Antilles; I have
known, and still know, Antilles Negroes who are
annoyed when they are suspected of being
Senegalese. This is because the Antilles Negro is
more "civilized" than the African, that is, he is
closer to the white man...35
When this researcher arrived in the United States of
America, some of his classmates believed that he was well
mannered because he spoke French. They either meant that he
had lived in France, where he might have been "civilized"
first, or that he might have been polished by the French
language by means of the French culture it reflects and
conveys.
According to Fanon:
To speak means to be in a position to use a certain
syntax, to grasp the morphology of this or that
35Fanon, 25-26.
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language, but it means above all to assume a culture,
to support the weight of a civilization...36
This is not necessarily always the case since Fanon
himself, among others, has escaped this situation of mental
manipulation. It is not unusual for an African living at
home on the continent to be bilingual, even multilingual.
At least, in my case, the theory would not hold because not
only does he (present researcher) speak eight languages, but
also most of them are African.
Amazingly, there exist many correlations between
experiences of Africans living in the Caribbean and those
elsewhere. For example, Fanon relates:
The middle class in the Antilles never speak Creole
except to their servants. In school the children of
Martinique are taught to scorn the dialect. One
avoids Creolisms. Some families completely forbid
the use of Creole, and mothers ridicule their children
for speaking it:
...shut up I told you, you must speak French
the French of France
the Frenchman's French
French.
A translation of Leon Gontran Damas'
Taisez-vous





le frangais de France
le frangais du frangais
le frangais frangais^s
In Africa, middle class families are likely to afford
to send their children to school. Whether the parents speak
the local European language or not, they will insure that
their children can speak the official language. In most
cases that language is English or French (most African
countries being former British or French colonies), that is,
proper/classical/ academic English or French, and the
children are expected to speak it impeccably, instead of
"pidgin" or "patois."
This is not less common practice among middle class
African-Americans (This term [African-American] is by no
means to be limited to the African Diaspora in the USA. It
includes those living elsewhere in the Americas, namely the
West Indies [Caribbean Islands], Central, and Latin
America.), across the Americas. In the U.S.A., for example,
it is not unusual to hear parents, teachers, and the like
reminding their children to "speak proper English," "not to
use "jive"/"vernacular"/"Black English/" at least in such
places as schools, offices and the like. At times, so much
zeal is put into this that parents themselves fail to
realize that it is sometimes acceptable to use "vernacular
38l. G. Damas, "Hoquet," in Anthologie de la Literature
Francophone, ed. Jean-Louis Joubert (Paris: Edition de
1'Ocean Indien, 1992), 205.
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English," their inherited African language, their second
language. Tiedt and Tiedt wrote:
Likewise, in learning about Black English, we need
to be aware that not all African Americans speak
Black English; furthermore, many who can speak
Black English readily may be bidialectical, easily
switching from this highly colloquial foinn to educated
standard English depending on the situation.^9
Woodson wrote:
In the study of language in school pupils were
made to scoff at the Negro dialect as some
peculiar possession of the Negro which they should
despise rather than directed to study the background
of this language as a broken-down African tongue--
in short to understand their own linguistic history,
which is certainly more important than the study of
French phonetics or historical Spanish grammar. To the
African language as such no attention was given in case
of the preparation of traders, missionaries and public
functionaries to exploit the natives. This niomber
of persons thus trained, of course, constituted a
small fraction hardly deserving attention.
I need to point out that a number of linguists (Dillard
among them) maintain that what is commonly called "Black
English" is not English at all, but a new language.
Similarly, Haitian is neither French, nor an African
language, but a melding of French and African elements. It
is a language in its own right.
3^Pamela and Iris Tiedt, Multicultural Teaching: A
Handbook of Activities, Information, and Resources (Boston:
Allyn and Bacon, 1999), 9.
^^Woodson, 19.
L. Dillard, Black English, quoted by Keith Baird,
interview by author, 22 May 1999, handwritten notes.
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Ngugi wa Thiong'o illustrates the fate of a student who
might have used an African language, that is other than
English, at school:
In Kenya, English became more than a language: It was
the language, and all the others had to bow before it
in deference. Thus, one of the most humiliating
experiences was to be caught speaking Gikuyu in the
vicinity of the school. The culprit was given corporal
punishment--three to five strokes of the cane on bare
buttocks. . .‘^2
Clearly, alienation is manifested on both sides. It
affects the oppressed as well as the oppressor. The former
would become so brainwashed that he would end up believing
that he is worth the inhumane treatment at the hand of the
oppressor. The latter, on the other hand, would be
convinced that he is more important than the victim, the
oppressed, and that he, therefore, has the right to punish
him. Obviously, the oppressor is likely to give in to
arrogance and condescension, even cruelty. Thus, the damage
is psychological, political, economical, and social to name
but a few respects. The worst of them all probably is the
psychological one, that is, the loss of identity among the
oppressed and shortsightedness on the part of the oppressor.
This is precisely the kind of confusion Fanon refers to in
^^Ngugi wa Thiong'o, Decolonizing the Mind: The Politics
of Language in African Literature (Nairobi: Heinmann, 1989),
11.
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the following statement, "The black man wants to be white.
The white man slaves to reach a human level.
Consequently, due to obscured view of African
contribution to past and modern technology together with
other marks of inferiority complex, African peoples who have
been under European domination have developed a keen sense
of self-hatred and hostility towards Africa. Ironically,
such negative attitudes are to be encountered even among
Africans of the Diaspora.
Summary
Briefly, the first chapter has helped expose the role
played by the film industry and colonialist education to
justify European plunder of Africa. It has also revealed
that Africans offered fierce resistance to the dehumanizing
conditions suffered and have always fought for freedom. At
the same time, it was established that alienation is still
perpetuated.
This study, however, deals with the situation of
African-Americans living in the United States of America






This chapter presents the scope of the study, defines
the problem at hand, and shows its (study) relevance.
Purpose of the Study
The purpose of this study is to evaluate the 1994
Summer Teacher Institute. It attempts to appraise the
assimilation of African cultural information by African-
American teachers and students, and teachers' related
instructional behaviors.
It is based on "Celebrate Africa," an intensive
workshop designed as a corrective measure to the negative
effects of education, to which the American population have
been subjected.
Statement of the Problem
It would be easy for anyone living in the USA,
especially children and the illiterate, to believe that
African-Americans do not have any history beside "Black
history." The latter is usually seen as beginning with
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Martin Luther King, Jr., beyond whom, it seems, in
historical terms African-Americans only lived in captivity.
In fact, this history is so "short" that not only is it
supposed to be taught in one month, but there would not be
enough material to teach throughout the month. This is
probably why February, the shortest month of the year, is
called Black History Month. Hilliard said:
A component of racism was its destruction, distortion,
and suppression of information. As the noted historian
Dr. John Henrik Clarke has said, "Europeans did not
only colonize Africa, they would also colonize
information about Africa.
This situation has drawn criticism from African-
American scholars (school leaders, church leaders and
parents among others). Often, confronted by parents eager
to know why their children were not taught anything about
Africa all year around, teachers explained that they did not
have sufficient material to draw this kind of information
from. The Atlanta Board of Education started to get more
and more such complaints.
Significance of the Study
In response to this serious problem, "Celebrate Africa"
provided an opportunity for designing a research project.
^Asa G. Hilliard III, Lucretia Payton-Stewart, and
Larry Obadele Williams, ed., Infusion of African and African
American Content in the School Curriculum (Morristown, N.J.:
Aaron Press, 1990), xii.
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This practicum was expected to help make a change. It was
hoped that the findings would be threefold:
One, teachers' knowledge about African culture would
increase;
Two, teachers would be better prepared to provide
students with accurate information related to African
cultural aspects;
Three, both teachers and students' intellectual and
psychological toward Africa would improve.
The previous chapter has outlined the circumstances
through which most African-Americans got out of Africa into
America: kidnapping and captivity. Over centuries, they
were systematically stripped of their African culture,
namely: languages, religious, belief system, foods, types of
government; values, customs, science, and technology among
others.
It is to be recognized that, ironically, often religion
and education have been used to perpetuate the situation of
subjugation, even long after slavery has been abolished.
This is evidenced by subtle misinformation as filtered
through textbooks, the entertainment industry, and the like,
in daily life, in its different aspects. The final product
is a gloomy picture in which the characters are portrayed in
terms of the oppressed and the oppressor; at least,
reminiscent of Fanon:
I am speaking here on the one hand of alienated (duped)
blacks, and, on the other, of no less alienated (duping
and duped) whites. And, Because it is a systematic
negation of the other person and a furious
determination to deny the other person all attributes
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of humanity, colonialism forces the people it dominates
to ask themselves the question constantly: In reality,
who am I?2
Descript ion/Narra t ion/Observa tion
In essence, two types of activities marked the 1994
Summer Teacher Institute Edition, theoretical and hands-on,
for a duration of twenty-seven days and ten days
respectively. It opened at Frederick Douglass High School
on Monday, July 11, 1994. Here classroom activities, mainly
presentations, took place. Piedmont Park was the venue for
the next set of activities, which were held at the
Children's Education Village, since Thursday, July 28, 1994.
Noticeable was the participation of consultants with
different backgrounds. Twenty teachers signed up. Fifteen
actually showed up. The average attendance totaled ten to
thirteen daily. Classroom sessions lasted for four hours
and half per day. Each participant had to fill out an
evaluation sheet at the end of each day.
Day One: DIASPORA LUNCHEON
An Atlanta-based story-teller was introduced by the
facilitator for the day. The former performed the Libation
Ceremony, in an African style. The audience was involved.
^Frantz Fanon, The Wretched of the Earth: The Handbook
for the Black Revolution that is Changing the Shape of the
World (New York: Grove Press, Inc., 1968), 250.
30
Then, the speaker told a parable borrowed from Tony Barbara:
"The Parable of the Eagle." Gestures, movements, and
different voice tunes, and repetitions were used. There was
public participation.
The keynote address was given by a Professor of
Philosophy at Haverford College. His speech was entitled
"Africa and its Peoples: Educating the Children." He stated
that Africa's legacy to the world is overwhelming. It can
be noticed, among others, through different fields of study:
History, Social Studies, Literature, Art, Natural Sciences,
Religion, and Philosophy. Questions were asked and comments
made by the audience. The speaker emphasized discipline,
hard work; patience, and a strong sense of commitment,
responsibility; objectivity, creativity, courage, and
quality communication skills. "Teachers must read" to keep
abreast of the latest information as it is delivered:
"Knowledge is always political." He added that there is no
short cut to getting knowledge. It is a very lonely
endeavor: studying and understanding...,"
In conclusion, the speaker made the following
recommendations: "Commit yourself deeply, passionately.
Ask questions, especially 'Why?'. Avoid the easy, short cut
questions and answers." He ended his presentation by Paul
Collin's "Heritage" (poem) about being African in the
Diaspora, "What is Africa to me?"
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"The Sound Merchant" presenter was the last speaker of
the day. The topic was "The Djembe and Jun Jun." He not
only played the drum, but he also talked about the drum.
The first part of the presentation was about "West African
Drums" and divided into four parts: "History of Sounds, Drum
Construction, Purpose of the Drum, and Drumming Technics."
The second part was about "The Drummer," with three traits
stressed: physical, spiritual, and mental tempo.
With regard to the history of the sounds, he said that,
over the centuries, Africans have produced sounds by means
of their bodies, sticks, shells, bells, wood, skin, even
fiber to name but a few. He added that drums play different
roles: social, religious, and the like. He further reported
that there exist different drumming techniques: hand and
wrist, playing versus beating, patterns and rhythms.
He successfully got the public involved. For example,
he asked people to say the names of some of the sounds they
had just been introduced to: Bass, Tone, Slap. This became
a song, then a dance.
Day Two: THE DIASPORA
The Education Programs Manager at the Schomburg Center
for Research in Black Culture, was the first presenter of
the day. She was introduced by the facilitator. The
speaker dealt with "The African Presence in the Americas."
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She started out with a quotation from Carter G. Woodson: "Do
not do the role which you have played. . . " which she
paraphrased by saying that it was "time for us to be on the
offensive and no longer the defensive." She talked about
the Schomburg Center, its purpose and contributions: "Mr.
Schomburg was a Puerto Rican of African descent." He lived
in New York in the 1920s and started collecting art work
related to African Culture after a teacher complained to him
about nonexistence of African Culture.
Similarly, other teachers wishing to teach about
African-American studies were often frustrated for an
availability of such materials. In 1926, he donated his
Collection to the library. As an example of the benefits,
the center is used by those trying to trace down their
family history (family tree). She mentioned historian and
author Alex Hailey and his work Roots. The lecturer
touched on the African origins of human civilization and the
two kinds of migration (voluntary and involuntary). She
also pointed to the presence of Africans in the Americas
before Christopher Columbus' so-called discovery in 1492.
She alluded to the natural currents of the Atlantic Ocean
from e African West Coast to Latin America, the monuments
left by the Olmec Empire, Indian Americans (around 10,000
B.C.). Van Sertime was also recommended. The speaker
talked about the role the Church played in the despicable
trade, the fact that some Africans were betrayed by fellow
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Africans; Bartholome de Las Casas, the first Roman Catholic
priest ordained in the Americas, who wrote about Native
Americans, suffering at the hands of European settlers and
later suggested that manpower be sought and brought in from
Africa. She told about the hardship endured by the captive
Africans at Goree, during the Middle Passage (the Atlantic
Ocean Crossing) between 1492 and 1776, in the Caribbean
Islands, South America, and North America. She also spoke
about some successful native Americans and Africans in the
USA: San Martin de Porres, Bill Pickett "The Bull-Dogger,"
Jack Johnson; George W. Carter, Booker T. Washington, W.E.B.
DuBois, Mme. C. J. Walker and the like. A great variety of
reference materials was handed out.
African Adornment
The day was ended by a hands-on presentation about
adornment by a cloth designer. She showed different kinds
of the Kinte cloth and many other such authentically African
items, mainly representative of ethnicities from Southern
and Western Africa.
Day Three: THE AFRICAN PRESENCE IN THE AMERICAS
The speaker infomed the audience that San Martin de
Porres was the first African priest to be proclaimed
"saint." Bill Pickett, "The Bull-Dogger" invented the sport
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of bull-dog and offered training classes. He was of African
descent. Cowboys in Argentina are called gauchos. Zambos/
La Zamba in Brazil is a child from an African and an Indian.
Mestiso: child from a European and an Indian. Custiso is
the child from a mestizo and a European. Voodoo is
incorrectly understood. It is a religious system.
Voodooism originated from Africa. It is still practiced
in Benin, Ghana, and Togo.
Day Four: ROOTS OF AFRICAN-AMERICAN MUSIC
The speaker was very informative. She described music
genres:
Game Songs. Music accompanying children's social activities.
Worksongs. A secular form of music which accompanies various
types of individual and group work activities.
Field Hollers (rural)/Street Cries (urban): The type of
music used in the fields and streets for personal
expression.
Blues: Secular musical expression which reflects personal
responses to situations commonly experienced by African-
Americans .
Folk Spirituals: The kind of musical religious expression
created by Africans during the antebellum period, a personal
and group response to slavery in the United States of
America.
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Arranged Spirituals: A musical expression representing the
transformation of the folk spiritual into an art song.
Gospel Music: Sacred music created by in the 1920s in urban
areas, as a response to the current socio-cultural climate.
Contemporary Black Popular Music: Term used to identify
various forms of urban African-American music. It includes:
rhythm and blues, soul, funk, disco, ballads, rap, house,
go-go and personalized styles.
Jazz: Form of an improvised music. It was born from the
brass band tradition.
The speaker also gave insights into the Black Music
culture.
Day Five: AFRICAN DANCE WORKSHOP
The presenter was an "African dance" instructor. The
purpose was celebration, observation of life, preparing for
a war, rites of passage to manhood or womanhood.
In many African areas, children are taught about
different parts of the body. They are encouraged to
celebrate who they are. African dance is rhythmic. It
involves many pelvic movements.
From an African perspective, dance and music complement
each other. Dance and music create life. Talking and
listening to one another is music. Otherwise, there is
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disconnection. There is noise. Music and dance bring about
harmony.
African dance is a participatory experience: call and
response. The audience jimp onto the podium, participate
(dance), and go back to their places. They commune. There
is power in communication. Drums help communicate. Thus,
drums were taken away from Africans in the USA, unlike the
situation elsewhere in the Americas. Some Forms:
Butterfly, Fanga, Typewriter, Electrical Slide, Boot Dance,
Harvest Dances, Birth Dances, War Dances, Funeral/Mourning
Dances, and Celebration Dances.
Day Six: GULLAH TOUR, PENN CENTER
The Facilitator, the Director, took the participants to
South Carolina, where they became acquainted themselves with
the Gullah People, who live in semi-tropical and isolated
areas, in the South Carolina and Georgia Sea Islands, along
the Atlantic coast.
The Gullah are also known as Geechees. They are
descendants of African people, who were forcibly brought
over here as captives. Their ancestors had mastered the art
of growing rice. They were also immune against malaria.
It is believed that the name Gullah derived from
Angola, where some of the captives originated from. The
37
language is also called Gullah. It is a combination of
African language, American, and English.
The presence of African Culture is still very much in
evidence among the Gullah: their belief system, music,
architecture, basketry; textiles including quilting, foods,
ceramics, folk tales; among others.
The Africans were taken in different groups, some of
which came from Sierra Lone. There seemed to be about
250,000 African-Americans claiming this identity in the mid-
1990s.
The previous section has briefly provided a description
of the Celebrate Africa Workshop. It (Celebrate Africa
Workshop) aimed at teaching teachers skills in developing
African culture-related teaching material, in locating
adequate information about Africa, and in devising new
teaching methods able to stimulate students' attitudes
toward African culture.
The next section derives from the previous one, with an
emphasis on the contribution of African culture to African
American music. An attempt is also made to underscore the
contribution of African culture, to alleviate the daily
challenges African Americans are faced with.
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Review of Related Research
African Origin of African-American Music
Holloway strongly argues that African-American history
and culture can be examined in an African past.^ He
contends that the institution of slavery caused by no means
the destruction of the cultural legacy of the African
captives, nor that of an African past. Their survival in
the Americas depended on "their ability to retain the ideals
fundamental to African cultures."^ They resisted
assimilation by the various European-derived cultural
influences. Their ancestral traditions constantly provided
them with a frame of reference and identity.
This discourse is also supported by the example of
Maroons, whose survival, as pointed out in Chapter I, was
only exceeded by their keen sense of freedom and strategy.
European-related customs were reshaped and adapted to
African aesthetic ideals.^ In this connection, Levine
defines culture as a dynamic rather than a static condition:
Culture is the product of the interaction between the
past and the present. Its toughness and resiliency
are determined ... by its ability to react creatively
and responsively to the realities of a new situation.^
3Joseph E. Holloway, Africanisms in American Culture
(Bloomington: Indiana University Press, 1990), 185.
4lbid.
sibid.
^Laurence Levine, Black Culture and Black Consciousness
(New York: Oxford University Pressl, 1977).
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Indeed, African culture has constantly paved the way to
African-Ainerican culture evolution, and, in some respects,
American music revolution. According to Holloway,
Africanisms manifest themselves in the language, religion,
music, dance, and folklore of the former African captives in
the Americas. He goes on to say that such values were
passed down to younger African-American generations orally.
To corroborate this fact, he quotes Levine who stated
that many African cultural aspects still exist not as just
vestiges, rather as "dynamic, living, creative parts of
group life in the United States." This is a stand taken by
Levine, adds Holloway, against earlier scholars who
considered African-American cultural fundamentals as
"distorted imitations of European-American culture."”^
The author says that the music legacy former African
captives established, over centuries, in the New World
underwent changes dictated by a variety of circumstances and
ecological factors. New genres and styles were created by
each of the subsequent generations. The forms are so
distinctive that they determine "specific contexts and
historical periods."®
'^Laurence Levine, "Slave Songs and Slave
Consciousness," in American Negro Slavery, 2nd ed., ed.
Allen Weinstein and Frank Otto Catell (New York: Oxford
University Press, 1973), 153-82.
®Holloway, 185.
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Indeed, the assumption is that there exists a
conceptual framework, which links the aforementioned
traditions among them, and to African traditions. This
brings Holloway to discuss the topic from three dimensions:
the African musical dimension, music within the captives'
community, and music in the free African-American community.
The African Musical Dimension
Holloway argues that the above conceptual framework
allows for a better understanding of the far-reaching
African dimension of African-American music. He reports
early accounts documenting traces of irrefutable African
origin in the New World.® In the long run. Western European
musical instruments infiltrated and dominated African-
American music.
Since, however, the tempered tuning of the western
instruments differed from that of African ones, African-
American musicians had to deviate from some African canons
of melodic structure. New means of melodic expression were
devised. Unconsciously, new ideas rooted in already
existing African musical fonn emerged. For example, "blue
notes," "flatted third and seventh degrees", and "pitches
uncommon to European scale structureswere produced.
®Ibid.
i°Holloway, Africanisms in American Culture, 187.
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Discussing Africanisms in African-American music, he
mentions African ethnomusicologist Nketia saying that they
(Africanisms) should be viewed as "creative processes which
allow for continuity and change, Likewise, Wilson who
looked at the place of African retentions in African-
American music and their role in the music-making process
underscores the qualitative aspect, "not basically
quantitative but qualitative.
In addition, consideration is given to the functions of
music in the African-American community and its ties to
African tradition. It is observed that they are similar.
In both settings, African and African-American settings,
music plays an integral role in all facets of life. It
allows for unity among community members.
Music making is generally organized as a social event.
Public performances, therefore, take place on social
occasions--that is, on occasions when members of a group or
a community come together for the enjoyment of leisure, for
recreational activities, or for the performance of a rite,
ceremony, festival, or any kind of collective activity.^3
i^Kwabena Nketia, "African Roots of Music in the
Americas: An African View," Report of the 12th Congress
(London: American Musicological Society, 1981), 88.
i^oily Wilson, "The Significance of the Relationship
Between African-American Music and West African Music,"
Black Perspectives in Music 2 (Spring 1974): 3-22.
i^Kwabena Nketia, The Music of Africa (New York: Norton,
1974), 21-50.
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Similarly, as illustrated by Wilson referring to the
period from the 1950s to date, concert advertisement has
been an invitation for social gathering in African-American
circles. Here, the audience has always participated, in
secular settings or church. Familiar are the following
utterances, "Come and be moved by" (sacred), or "Come and
jam with, " "Come and get down with, " "Come and party with, "
"Come and have fun with," and the like (secular). The
context does not matter, notes Nketia:
It [music-making] provides at once an opportunity for
sharing in creative experience, for participating in
music as a form of community experience, and for using
music as an avenue for the expression of group
sentiments.
In Africa, as throughout the African diaspora, audience
and/or congregation participation is particularly
significant. It (congregation participation) is even used as
an evaluation instrument. Says Holloway, "Many black
performers use this technique to ensure the active
participation of audience members in the music event.
Noteworthy is also the fact that ethnomusicologist
Burnim, in a study of gospel music, suggests three
approaches to an understanding of African music, namely:
i^Ibid., 22.
^^Holloway, Africanisms in American Culture, 188.
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"delivery style," "sound quality," and "mechanics of
delivery.
The style of delivery involves physical, visual, and
musical modes. They are all said to interplay in African
musical performances. This argument is also supported by
Wilson, to whom African music is complex, a multifaceted
industry, including music, dance, and plastic arts:
Hence, a typical traditional [African] ceremony will
include music, dance, and the plastic arts (in the form
of elaborate masks and/or costumes) and perhaps
ritualistic drama.
In African culture, music and dance tend to complement
each other. Therefore, there exist different types of
music. For example, the Bakongo, in the Lower Democratic
Republic of the Congo, have a repertoire of funeral songs
and dances accompanying them. Churchgoers sing and dance,
too, that is, the entire congregation. Services, regardless
of the church denomination, will last for hours.
Surprisingly, while on an official visit to the
Vatican, on the 58th Jubilee for the Christian Youth
organized by Pope Jean-Paul II in the spring of 1984, the
present researcher noticed that "the African Rite" was
popular in Rome. So much so that Congolese [Zairean] and
i%ellonee Burnim, "The Black Gospel Music Tradition: A
Complex of Ideology, Aesthetic, and Behavior," in More than
Dancing, ed. Irene V. Jackson (Westpoint, Conn.: Greenwoods
Press, 1984), 154.
^'^Wilson, Association of Movement, 99.
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Cameroonian Catholic Churches particularly became centers of
attraction to European tourists. Music and dance have been
featured in other African religious/spiritual circles for
time immemorial. Similar traces were reported by Holloway
about the Africans who were kidnapped from their homeland
and forced into free labor in the Americas: "Accounts of
religious services conducted by slaves illustrate the
retentions of these cultural values and attitudes in the
New World."
This, however, missionary Charles Colcock Jones failed
to understand. Observing a revival meeting of African
captives in the New World, he made derogatory remarks
typical within European clergy in Africa:
The whole congregation kept up one loud monotonous
strain, interrupted by various sounds: groans and
screams and clapping hands... Considering the mere
excitement manifested in these disorderly ways, I could
but ask: What religion is there in this?^^
African tradition does not segregate music from dance.
This Burnim called, "unification of song and dance.They
are social functions. They are contagious, irresistible.
They arouse feelings and intensify the occasion. Quoting
Nketia, Holloway reported:
^^Letter from Rev. R. Q. Mallard to Mrs. Mary S.
Mallard, Chattanooga, 18 May 1859, in The Children of Pride,




The values of African societies do not inhibit this
[practice of music and dance]... It is encouraged, for
through it, individuals relate to musical events or
performing groups, and interact socially with others in
a musical situation. Moreover, motor response
intensifies one's enjoyment of music through the
feelings of increased involvement and the propulsion
that articulating the beat by physical movement
generates.20
In fact, whether in continental Africa, or in the
African diaspora, especially in the Americas seemingly,
African music/dance has by and large been a liberating
force. Other accounts of musical performance by African
captives in the Americas describe it in laudatory terms:
They sang so that it was a pleasure to hear, with all
their souls and with all their bodies in unison; for
their bodies wagged, their heads nodded, their feet
stamped, their knees shook, their elbows and their
hands beat time to the tunes and the words which they
sing. 21
On the other hand, Ethnomusicologist Jackson22 points
out the importance of dress in gospel music. Further,
Holloway added that the audience itself would also adopt the
dressing code. It does not matter whether it is a sacred or
secular sphere:
It is such a fundamental part of black cultural
expression that these same principles of dress are
observed by the audience. For example, audience at







Additionally, the following africanisms are reported:
"...use of the entire body" of musicians in an effort to
communicate with their audiences, and timbre described as
key to sound quality: "The concept of sound that governs
African-American music is unmistakably grounded in the
African past," wrote Holloway.24 There is also the creation
of new sounds inspired by the surroundings:
In Africa and throughout the diaspora, black musicians
produce an array of unique sounds, many of which
imitate those of nature, animals, spirits, and
speech... using a variety of techniques, including
striking the chest and maneuvering the tongue, mouth,
cheek, and throat.25
The author dissects this feature, that is, sound: the
one which is produced from an unusual handling of timbre,
texture, and shading. Lyrical, percussive, and raspy
timbres are alternated. Instrumental and vocal textures are
juxtaposed. Pitch and dynamic levels are modified.
Straight and vibrato tones are interchanged. Grunts,
hollers, moans, shouts, and screams are woven into melody.
Nonetheless, some critics have described African music
as "hollering," "howling," "strange," "yelling," even
"weird."26 This suggests non-adherence of traditional
24ibid., 185; Francis Bebey, African Music: A People's





African-music to western musical canons. Contrasting
European musical aesthetic values to African, Bebey wrote:
Western distinctions between instrumental and vocal
music are evidently unthinkable in Africa where the
human voice and music instruments "speak" the same
language, express the same feelings, and unanimously
recreate the universe each time that thought is
transformed into sound.
Again, people of African descent are have their own
aesthetic standards. If these are met by the performer,
the audience would express their feelings, assessing the
instrumentation, "Make it talk," "Talk to me," "I hear ya
talkin'."28 African-American instrumentalists imitate human
sounds through different techniques. They can make them
"whine," "moan," "grunt," "cry," "scream,"29 and the like;
to the excitement of the audience.
Besides, improvisation plays a key role in African
music. Burnim argued that the three basic components in song
interpretation, among Africans, are "time," "text," and
"pitch."20 Likewise, Holloway stated that Black musicians
manipulate them to show off their talent. They are also
used in an effort to thrill the audience.
Furthermore, it is documented that there exist distinct






to forms and derivatives of African music. An African
approach to music-making has been translated from one genre
to another.
Music in the Captive African Community
According to Holloway, for over 150 years, slave
traders and slaveholders played a key role in the
preservation of the African-American music tradition, thus
an African identity, unwittingly. Given the length of the
journey, from Africa to the Americas, the traders needed
entertainment. The captives needed exercise. Therefore,
African instruments were brought for songs and dance. These
creative expressions and artifacts were part of the African
legacy, part of the captives themselves.
It is also reported, based on findings from the
institution of slavery, that there existed different types
of slave systems across the Americas and within the colonies
in the United States. In some of them, the captives enjoyed
relatively more freedom than elsewhere. In such situations,
the captives were allowed to practice certain activities
related to African tradition, as Holloway put: "In
situations where slaves had some measure of personal freedom





For example, for more than two centuries, African
captives celebrated African holidays in the United States.
A striking case is one in the New England colonies, where,
on Election Day, African captives elected a fellow African
captive governor or king. They then celebrated in African
style:
Dressed in elaborate outfits, slaves celebrated by
playing African and European games, singing, dancing,
and playing African and European instruments in a
distinctly African style.^3
Interestingly, at the same time, Holloway's study
suggests some critical sources of such information, namely:
missionaries' diaries, travelers, slaveholders and accounts
of slaves themselves. 3-1 Reported also are clashes of
interests sometimes as well as occasions of cooperation,
likely in most cases, between smugglers ("slaveholders") and
missionaries. It seems that, in general, smugglers had no
objection about the captives engaging in African tradition-
related practices, provided that their working condition was
not at stake:
Slaveholders generally did not object to these and
other African-derived activities provided they did
not interfere with the work routine of slaves.35
On the other hand, missionaries opposed the singing





They even staged a campaign to discourage such activities.
They vowed to proselytize the captives. While such efforts
were successful in the New England colonies, resistance was
met in the South. Here, the contrabandists were afraid that
that might affect the captives' status as chattel property.
By the nineteenth century, not only contrabandists'
fears above described were put to rest, but they (smugglers)
even rallied with the church. As previously documented in
the first chapter of the present study, given the growing
resistance among the African captives, religion became an
alternative which could be utilized to tame them. Churches
mushroomed to grease the wheels of the operation. Again,
the captives put their versatile skills to work. They
seemingly embraced Christianity. Actually, they manipulated
the latter to preserve their African heritage:
Faced with the growing number of slaves who ran away,
sabotaged plantation operations, and organized revolts,
they believed that tighter control over slaves could be
exercised through religion. Many slaveholders allowed
their slaves to receive religious instruction, and some
even facilitated the process by building "praise
houses" on the farms and plantations. Despite these and
other efforts, the slaves' acceptance of Christianity
was at best superficial. They interpreted Christian
concepts and practices through the filter of an African
past, transforming the liturgy into an African ritual.^6
Despite missionaries’ disapproval of the
transformation of the liturgy into an African ritual, the
latter turned out, in the long run, to be beneficial to
36ibid.
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Christianity. It opened the way to some winds of change,
rejuvenated it, and revitalized it as pointed out earlier in
this chapter about the recognition, by the Vatican, of the
injection of new life into the Roman Catholic Church by, and
the popularity of, the African Rite. Henry Russel, an
English musician who toured the United States from 1833 to
1841, reported:
When the minister gave out his own version of the
Psalm, the Choir commenced singing so rapidly that the
original tune absolutely ceased to exist--in fact, the
fine old psalm tune became thoroughly transformed into
a kind of negro melody; and so sudden was the
transformation, by accelerating the time, that, for a
moment, I fancied that not only the choir but the
little congregation intended to get up a dance as part
of the service.37
Consequently, some of such modified hymns, among
others, by African captives, were compiled into a
repertoire^s available in American Roman Catholic Churches.
At St. Anthony of Padua Catholic Church, for example, the
congregation sing along with the Choir, clap hands, and even
dance a number of selections from the Hymnal. This is yet
another vivid manifestation of African remnants in the free
African-American Community.
37Henry Russell, Cheer! Boys, Cheer!: Memories of Men
and Music (London: John Macqueen, Hastings House, 1895), 85.
38ciarence Rivers and James P. Like, Lead Me, Guide Me
(Chicago: GIA Publishing Inc., 1987).
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Music in the Free Community
It is reported that during the first half of the
nineteenth century, efforts to abolish slavery were under
way in the North. Nonetheless, freed Africans were
discriminated against by state legislation. Their mobility
was still restricted. The few freed ones in the South were
not spared either. Their skin shade implied servitude.
Their status secured but a portion of freedom. It is stated
that southern free African-American were barred from being
part of the mainstream society. Driven by their eagerness
to prosper, they organized themselves, those both in the
North as well as in the South. They created communities and
launched businesses reflecting their modus vivendi (life¬
style) and catering to their own needs and wants, within a
specific cultural frame of reference.
Soon, African-American Churches became the center of
the community, playing a host of functions: religious,
cultural, social, educational, and even political. This
kind of environment allowed for the survival, preservation,
and extension of African tradition: religion, songs, dances,
instruments; storytelling, proverbs, family and societal
values, and the like. Holloway noted:
Many blacks survived as free persons in America because
they relied on their traditional past for direction.
They created a meaningful existence by preserving old
values, fashioning new ones when necessary, and
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reestablishing the group solidarity they had known as
slaves
Notwithstanding the Fourteenth Amendment to the U.S.
Constitution, which was ratified in 1868, guaranteeing
citizenship to freedmen, and the Fifteenth Amendment of 1870
"giving black men voting rights," African-Americans still
endured "discriminatory state legislation.Faced with
overwhelming frustration daily, despite missionaries
prohibiting them from performing secular music, many free
African Americans "asserted their independencethrough
secular songs: the "blues" rooted in African culture.^2
In the twentieth century, the blues gave birth to "gospel
music, " an original body of sacred music^^ used in the late
Black "Folk Church," itself free from Black Denominational
Churches.Then, from this religious music derived the










Basically, this chapter has described the Celebrate
Africa Workshop and attempted to showcase the role played by
African culture in African-Americans' daily lives.
CHAPTER III
THEORETICAL FRAMEWORK AND METHODOLOGY
Introduction
Included here are respectively the theoretical
framework, site, sampling, instrument, data collection,
research hypotheses, and research hypothesis testing.
Theoretical Framework
The theoretical framework employed here is in
accordance with the experiential learning theory or
interactionist theory. Unlike a person-centered
psychological view of learning, which suggests that learning
is first and foremost a personal and internal process
limited to teacher, books, and classroom, experiential
learning focuses on "the wider 'real-world' environment," as
D. A. Kole has argued:
This mode of learning is the process which allows for
knowledge to take place through the transformation of
experience. It emphasizes the mechanism of adaptation
and transformation instead of content and outcomes.^
Thus it is claimed that knowledge is a transformation
process in which learning is continuously created and
^David A. Kole, Experiential Learning (New Jersey:
Prentice Hall PTR, 1984), 6.
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recreated, rather than an independent entity supposed to be
acquired or passed on. In addition, learning deals with the
transformation of experience "in both its objective and
subjective forms.Finally, understanding learning and
understanding the nature of knowledge complement each other:
"To understand learning, we must understand the nature of
knowledge, and vice versa," wrote D. A. Kole.^
Hence, the 1994 Celebrate Africa Workshop aiming as it
does at providing participants with hands-on activities and
learning adequately accords with this theory. At Douglass
High School, teachers observed presenters perform a great
range of activities. They could then join in, making
Egyptian crowns, pyramids, and using colors usually
appearing in Egyptian artifacts, flags, adornments, and the
like. They also played African games, such as "warri" and
other activities involving mathematical skills.
Subsequently, at Piedmont Park, these very teachers had
developed enough competence and confidence to teach children
at the Children's Educational Village. As the ACOG noted:
Children, aged 3 to 12 years, learn the history and
cultures of each African country through hands-on,




^The Atlanta Committee for the Olympic Games,
"Celebrate Africa: July 28-August 7, 1994," 12.
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This workshop was co-sponsored by the ACOG, the NBAF, the
APS, and CAU.
The remainder of this chapter includes the site,
sampling, instrument; data collection, and data analysis.
Site
"Celebrate Africa," theme of the 1994 Summer Teachers
Institute, here referred to as the Celebrate Africa Workshop
was held at Frederick Douglass High School in Atlanta,
Georgia. It opened on Monday, July 11, 1994 and lasted for
ten days.
Piedmont Park was the venue for the second part of the
workshop. This is where the "Children's Education Village"
was established, opening to the public on Thursday, July 28
until Sunday, August 7, 1994.
Sampling
The present researcher was informed about the Celebrate
Africa Workshop by both its Director and the Chairman of the
Dissertation Committee. The director suggested that there
was a need to evaluate the workshop, and that this could be
a good topic for a dissertation. Subsequently, the
researcher in tandem with the chairman and another committee
member squared the topic.
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Instrument
The questionnaire was twofold: one for the teachers who
participated in the workshop, and one for their students.
Teachers ' Questionnaire
It had eight questions. The first question was about
teacher's knowledge increase about Africa. The next question
was about teacher's preparedness to teach about Africa. The
third question dealt with development of a new teaching
methodology.
On the other hand, questions four and five focused on
teacher's new feelings about African culture.
The last three questions targeted students' knowledge and
attitudes about Africa, and self-esteem respectively.
Students ' Questionnaire
There were five questions. The first question, which
had twenty-one components, alphabetically ranging from a to
u, was about activities learned either at the Children's
Village, or at school, where the same village was supposed
to be replicated for the students who might have missed the
first one.
The following responses were provided:
A lot: beneficial, helpful, satisfied, satisfaction
Not very much: somewhat disappointed, to some extent, a
little, little, not so much, somehow.
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Nothing: opposite to/contrast with "a lot,"
dissatisfied, useless.
Don't know: undecided, uncertain, unable to tell,
unsure.
Similarly to the previous question structurally, the
second was related to whether or not the students enjoyed
the presentations at the different stations of the village.
Corollary to the above were the last three questions.
An attempt was made to gauge students' attitudes toward the
village and Africa.
Data Collection
The present study involved Atlanta Public Schools
teachers and students, a total of eight teachers and one
hundred fifty-two students, representing nine elementary
schools, one middle school, and one high school.
Each participating teacher was given a questionnaire
the last day of Celebrate Africa Village. As a follow up,
their students were also sent a questionnaire through their
teachers, in order for them to respond following the village
replica at school. Both questionnaires were confined to
African-American students and teachers.
Next, teachers were to ensure proper administration of
the questionnaire, that is distribution, implementation, and
collection. In the meantime, follow-through was maintained
by telephone.
Finally, approximately one month after schools
reopened, both teachers' and students' questionnaires were
placed into a large envelop and were either ready for pick
up by the researcher, or mailed out to the latter.
Research Hypotheses
Hypothesis 1:
The Celebrate Africa Workshop would have a
positive effect on teachers' knowledge about Africa
Hypothesis 2:
The Celebrate Africa Workshop would have a
positive effect on teaching about Africa.
Hypothesis 3:
The Celebrate Africa Workshop would have a
positive effect on teachers' attitudes towards
African culture.
Hypothesis 4:
The Celebrate Africa Workshop would improve
students' learning about Africa.
Hypothesis 5:
The Celebrate Africa Workshop would stimulate
students' interest in African culture.
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Hypothesis 6:
The Celebrate Africa Workshop would improve
students' feelings toward African culture.
Hypothesis 7:
There would be perceptional differences between
elementary schools and middle/high schools students
in learning about Africa.
Hypothesis 8:
There would be perceptional differences between
elementary schools and middle/high schools students'
enjoyment of the Celebrate Africa Workshop.
Research Hypotheses Testing
Hypothesis 1:
The Celebrate Africa Workshop would have a positive
effect on teachers' knowledge about Africa. This hypothesis
was supported. Table 1 shows that seven of the eight
teachers who answered the questions admitted that the
Celebrate Africa workshop increased their knowledge about
Africa.
Hypothesis 2:
Celebrate Africa Workshop would have a positive effect
on teaching about Africa. This hypothesis is supported by
the data, because all the teachers, who responded, said that




TEACHER ASSESSMENT OF "CELEBRATE AFRICA" WORKSHOP





Better teaching about Africa
Yes 8 100.0
No 0 0
Devise new teaching method
Yes 8 100.0
No 0 0




















The Celebrate Africa Workshop would have a positive
effect on teachers' attitudes toward African culture.
Five out of eight teachers who responded said that they
actually bought an African attire. Hence, the hypothesis is
proven.
Hypothesis 4:
Celebrate Africa Workshop would improve students'
learning about Africa. This hypothesis was proven. Table 2
shows that more than 50 percent of the respondents, in each
of the following activities, among others, reported that
learning took place. In addition, they said that they
benefited from them (activities).
Nearly thirty-one percent stated that they were
satisfied, and almost twenty-two percent to some extent
about patchwork. Thus, about fifty-three percent seemed to
have learned more than nothing at all.
Regarding masks, roughly fifty-one percent of the
students said that they were pleased, and forty-one percent
a little: a total of ninety-two percent saying that they
learned more than nothing.
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Don't Know 15 8.8
Not Very Much 72 42.4
A Lot 56 32.9
Bracelets
Nothing 53 31.0
Don't Know 8 4.7
Not Very Much 40 23.4
A Lot 70 40.9
Necklaces
Nothing 48 27.7
Don't Know 14 8.1
Not Very Much 31 17.9
A Lot 80 46.2
Paper Dolls and Clothing
Nothing 18 10.5
Don't Know 12 7.0
Not Very Much 62 36.0
A Lot 80 46.5
Egyptian Crowns
Nothing 55 32.5
Don't Know 20 11.8
Not Very Much 41 24.3
A Lot 53 31.4
Maps
Nothing 10 5.7
Don't Know 13 7.5
Not Very Much 34 19.5
A Lot 114 65.5
The Swahili Language
Nothing 24 13.9
Don't Know 19 11.0
Not Very Much 33 19.1






Don't Know 7 4.0
Not Very Much 28 16.1
A Lot 116 66.7
African Games
Nothing 19 11.0
Don't Know 8 4.6
Not Very Much 32 18.5
A Lot 112 64.7
African Drums
Nothing 19 11.0
Don't Know 17 9.8
Not Very Much 35 20.2
A Lot 100 57.8
African Music and Dance
Nothing 9 5.1
Don't Know 9 5.1
Not Very Much 34 19.3
A Lot 122 69.3
The Hieroglyphic Alphabet
Nothing 60 35.3
Don’t Know 15 8.8
Not Very Much 32 18.8
A Lot 62 36.5
Tie-Dye
Nothing 63 37.3
Don't Know 20 11.8
Not Very Much 37 21.9
A Lot 49 29.0
Flags
Nothing 10 5.7
Don't Know 16 9.2
Not Very Much 67 38.5
A Lot 81 46.6
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With regard to paper dolls and clothing, about eighty-
three percent reported that they learned something.
As far as African music and dance are concerned,
approximately eighty-eight percent seemed to have obtained
some information.
Finally, in terms of flags, nearly eighty-six percent
indicated that learning actually took place.
Hypothesis 5:
The Celebrate Africa Workshop would stimulate students'
interest in African culture. This hypothesis was also
proven. As a matter of fact. Table 3 indicates, to name but
a few, that: A staggering majority of about ninety-one
percent answered, "Yes," reporting about masks; an
overpowering majority of nearly eighty percent answered
positively relative to adornments; an overwhelming majority
of about eighty-six responded, "Yes," concerning Egyptian
pyramids; and a striking majority of nearly eighty-five
percent agreed to cowry shells jewelry.
Again, a sweeping majority of roughly eighty-three
percent reported positively when asked about African games.
Furthermore, almost eighty-three percent agreed regarding
African drums.
To sum up, in all activities, but three, over the
average percentage seemed, at least, satisfied.
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TABLE 3
STUDENTS’ PERCEPTIONS OF WHETHER OR NOT THEY






































































The Celebrate Africa Workshop would improve students'
feelings toward African culture. This hypothesis was also
proven. Table 4 shows it. More than half, that is about
fifty-seven percent of the students, expressed an interest
in visiting Africa.
TABLE 4
OVERALL STUDENT PERCEPTIONS OF
"CELEBRATE AFRICA" WORKSHOP
Variable Number Percentage
The village was fun
A lot 115 74.2
Somewhat 33 21.3
No 7 4.5










There would be perceptional differences between
elementary schools and middle/high schools students in
learning about Africa.
71
This hypothesis stood the test. For example, Table 5
shows that elementary school children seemed to learn more
from masks, cowry shells jewelry, bracelets, and necklaces
than the middle/high school students. On the other hand,
middle/high school students seemed to learn more from
adornment, the Ndebele paintings, Egyptian pyramids, paper
dolls and clothing, Egyptian crowns, and the hieroglyphic
alphabet than the elementary school children.
Hypothesis 8:
There would be perceptional differences between
elementary schools and middle/high schools students'
enjoyment of the Celebrate Africa Workshop. This hypothesis
also significantly stood the test. Table 6 shows that
elementary school children seemed to enjoy more masks,
Egyptian pyramids, paper dolls and clothing, African drums,
African music and dance, and flags than the middle/high
school students. On the other hand, middle-high school
students seemed to enjoy more adornments, the Ndebele
paintings, Egyptian colors, Egyptian crowns, and the
hieroglyphic alphabet than the elementary school children.
Summary




PERCEPTIONAL DIFFERENCES BETWEEN ELEMENTARY SCHOOLS AND
MIDDLE/HIGH SCHOOL STUDENTS IN LEARNING FROM THE WORKSHOP
Std Std Err
Group N Mean Deviation Mean
Patchwork Elementary Schools 145 2.54 1.17 9.74E-02
Middle & High Schools 28 2.96 1.04 .20
Waste Elementary Schools 136 3.43 .65 5.59E-02
Middle & High Schools 25 3.16 1.11 .22
Adornment Elementary Schools 148 3.03 .95 7.79E-02
Middle & High Schools 28 3.29 .98 .18
The Ndebele Painting Elementary Schools 146 2.67 1.31 .11
Middle & High Schools 28 2.79 1.20 .23
Egyptian Pyramids Elementary Schools 146 3.34 .87 7.23E-02
Middle & High Schools 26 3.54 .86 .17
Egyptian Colors Elementary Schools 145 2.60 1.31 .11
Middle & High Schools 26 2.62 1.20 .24
Cowry Shells Jewelry Elementary Schools 146 3.12 .97 8.07E-02
Middle & High Schools 26 2.81 .98 .19
Anklets Elementary Schools 145 2.97 1.00 8.30E-02
Middle & High Schools 25 2.64 1.14 .23
Bracelets Elementary Schools 145 2.6690 1.3020 .1081
Middle & High Schools 26 3.1538 1.0842 .2126
Necklaces Elementary Schools 147 2.7687 1.2931 .1067
Middle & High Schools 26 3.1538 1.1556 .2266
Paper Dolls and Clothing Elementary Schools 146 3.2945 .8880 7.349E-02
Middle & High Schools 26 2.5769 1.1375 .2231
Egyptian Crowns Elementary Schools 142 2.4859 1.2476 .1047
Middle & High Schools 27 2.8519 1.1670 .2246
Maps Elementary Schools 148 3.7703 3.4584 .2843
Middle & High Schools 26 3.5385 .7060 .1385
The Swahili Language Elementary Schools 146 3.4932 3.5743 .2958
Middle & High Schools 27 3.0741 .8738 .1682
Storytelling Elementary Schools 147 3.4626 1.0421 8.595E-02
Middle & High Schools 27 3.1852 1.1448 .2203
African Games Elementary Schools 145 3.4966 .9869 8.196E-02
Middle & High Schools 28 3.0000 1.1863 .2242
African Drums Elementary Schools 146 3.3219 1.0887 9.010E-02







African Music and Dance Elementary Schools 149 3.5772 .8943 7.326E-02
Middle & High Schools 27 3.5556 .5774 .1111
The Hieroglyphic Alphabet Elementary Schools 145 2.6414 3.4594 .2873
Middle & High Schools 25 3.6800 .5568 .1114
Tie-Dye Elementary Schools 142 2.4296 1.2627 .1060
Middle & High Schools 27 2.4074 1.2484 .2402
Flags Elementary Schools 146 3.2192 .8345 6.907E-02
Middle & High Schools 28 3.4643 .9222 .1743
Patchwork Elementary Schools 127 1.4488 .4993 4.431E-02
Middle & High Schools 18 1.7778 .4278 .1008
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TABLE 6
PERCEPTIONAL DIFFERENCES BETWEEN ELEMENTARY SCHOOLS AND
MIDDLE/HIGH SCHOOL STUDENTS REGARDING THEIR






Masks** Elementary Schools 138 1.9348 .2478 2.109E-02
Middle & High Schools 25 1.7600 .4359 8.718E-02
Adornments Elementary Schools 116 1.7931 .4068 3.777E-02
Middle Sc High Schools 18 1.8333 .3835 9.039E-02
The Ndebele Paintings** Elementary Schools 127 1.5118 .5018 4.453E-02
Middle Sc High Schools 17 1.7059 .4697 .1139
Egyptian Pyramids Elementary Schools 129 2.0310 1.8025 .1587
Middle & High Schools 23 1.8261 .3876 8.081E-02
Egyptian Colors** Elementary Schools 122 1.5656 .4977 4.506E-02
Middle Sc High Schools 16 1.8125 .4031 .1008
Paper Dolls and Elementary Schools 135 1.8741 .3330 2.866E-02
Clothing** Middle Sl High Schools 16 1.6250 .5000 .1250
Egyptian Crowns** Elementary Schools 109 1.5046 .5023 4.811E-02
Middle Sc High Schools 21 1.7619 .4364 9.524E-02
Maps** Elementary Schools 132 1.8182 .3872 3.370E-02
Middle Sc High Schools 23 1.4783 .5108 .1065
The Swahili Language Elementary Schools 114 1.7632 .4852 4.545E-02
Middle Sc High Schools 22 1.5455 .5096 .1087
Storytelling Elementary Schools 125 1.8480 .4223 3.777E-02
Middle & High Schools 24 1.8333 .3807 7.771E-02
African Games* Elementary Schools 126 1.8492 .3593 3.201E-02
Middle Sc High Schools 24 1.7500 .4423 9.029E-02
African Drums* Elementary Schools 112 1.8482 .3604 3.406E-02
Middle Si High Schools 24 1.7500 .4423 9.029E-02
African Music and Dance Elementary Schools 123 1.8293 .3989 3.597E-02
Middle Si High Schools 26 1.7308 .4523 8.871E-02
The Hieroglyphic Elementary Schools 112 1.4286 .5149 4.865E-02
Alphabet** Middle Sc High Schools 25 1.6800 .4761 9.522E-02
Tie-Dye Elementciry Schools 117 1.5043 .5667 5.239E-02
Middle Sc High Schools 19 1.5789 .5073 .1164
Flags* Elementary Schools 117 1.7863 .4703 4.348E-02







Village was fun Elementary Schools 139 2.7266 .5358 4.544E-02
Middle & High Schools 16 2.4375 .6292 .1573
I would like friends to Elementary Schools 140 2.4786 .7631 6.449E-02
visit the village Middle & High Schools 16 1.8750 .8851 .2213
I would like to visit Elementary Schools 149 2.4362 .7196 5.895E-02
Africa* Middle & High Schools 18 2.2778 .8948 .2109
Note: P ^ .05
CHAPTER IV
DATA PRESENTATION AND ANALYSIS
Data Analysis
Overall, one hundred eighty students, of whom 152 were
from elementary schools, 84 percent, and 28 percent from
both middle and high schools, participated in the survey.
Students ' Perceived Levels of Learning
Table 2 deals with students' perceived levels of
learning from the total sample. It suggested the following
results:
a. Patchwork. Nearly thirty-one percent reported that
they learned "a lot" and twenty-two percent "not very much."
About twenty-three percent did "not know," and almost
twenty-four percent said, "Nothing."
b. Masks. An average of fifty-one percent stated that
they learned "a lot," forty-one percent "not very much,"
close to four percent seemed not to know, and about four
percent reported "nothing."
c. Adornment. About thirty-seven percent of the
students felt that they learned something, almost forty-two
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a little, nearly eleven percent appeared unsure, and close
to ten percent claimed that they learned nothing.
d. The Ndebele Painting. Almost thirty-nine percent of
the students believed that they learned much, as opposed to
about thirty-two percent whose perception was that they
gained nothing. Nearly twenty-two percent reported that
they did not learn so much, and about seven percent seemed
uncertain.
e. Egyptian Pyramids. Nearly fifty-four percent of the
student body reported that they benefited from the learning
activity, against seven percent saying quite the opposite,
"nothing." About thirty-four percent argued that they were
not quite satisfied with the amount of information acquired,
and the remaining, an average of five percent, could not
tell.
f. Egyptian Colors, About thirty-six percent of the
elements said that they learned "a lot" comparably to nearly
thirty-four percent, whose viewpoint was that they did not
learn anything. Besides, close to twenty percent stated
that they got little, "not very much," and almost nine
percent were undecided, "don't know."
g. Cowry Shells Jewelry. Approximately thirty-eight
percent of the student population seemed satisfied. Nearly
thirty-three percent were somewhat disappointed. About nine
percent were undecided, and another twelve percent expressed
dissatisfaction.
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h. Anklets. Roughly thirty-three percent of the
students felt that the information was useful; about forty-
two percent a little, nearly nine percent unsure, and almost
sixteen percent were dissatisfied.
i. Bracelets. Nearly forty-one percent of the
respondents seemed satisfied, almost twenty-three percent
fairly satisfied; about five percent undecided, and thirty-
one percent dissatisfied.
j. Necklaces. Almost forty-six percent felt that the
activity was helpful, and about eighteen percent to some
extent. Nearly eight percent were uncertain, and roughly
twenty-eight percent contended that the information was
useless.
k. Paper Dolls and Clothing. About forty-seven percent
alleged that they benefited from this activity, thirty-six
percent a little, and almost ten percent not at all. The
other seven percent were not quite sure.
l. Egyptian Crowns. Approximately thirty-one percent
seemed satisfied, and about twenty-four percent somehow,
contrasting with almost thirty-three percent dissatisfied.
Nearly twelve percent expressed no opinion.
m. Maps. Roughly sixty-six percent spoke highly about
the presentation, about twenty percent reported some
advantage, as opposed to nearly six percent, to whom the
function allegedly was a waste of time. The rest, almost
eight percent, apparently had no opinion.
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n. The Swahili Language. Almost fifty-four percent of
the students seemed satisfied, sharply contrasting with
about fourteen percent dissatisfied. On the other hand,
about nineteen percent appeared a little disappointed, "not
very much, " and nearly eleven percent did not know.
o. Storytelling. About sixty-seven percent reported
that this was worth their time, "a lot" contrasting with
almost twelve percent who said quite the opposite,
"nothing." Nearly sixteen percent said, "not very much," and
the four percent were undecided.
p. African Games. Approximately sixty-five percent of
the students strongly agreed, but eleven percent disagreed.
Nearly nineteen percent somehow agreed, and about five
percent reported that they did not know.
q. African Drums. Approximately fifty-eight percent
reported "a lot" against eleven percent "nothing," and about
twenty percent "not very much" contrasting with nearly ten
"don't know."
r. African Music and Dance. About sixty-nine percent
seemed absolutely satisfied, as opposed to only nearly five
percent. Almost nineteen percent appeared satisfied to some
degree. Nearly five percent reported, "nothing."
s. The Hieroglyphic Alphabet. An average thirty-seven
percent seemed to like the activity. About thirty-five
rated it poorly, "nothing." Nearly nineteen percent
80
appeared not quite satisfied, "not very much," and almost
nine percent reported, "don't know."
t. Tie-Dye. A relatively small portion, approximately
twenty-nine percent, seemed impressed, "a lot." A larger
segment, however, about thirty-seven percent, it appears,
felt poorly about this presentation. Almost twenty-two
percent felt that not much information was obtained here.
Finally, nearly twelve percent said, "nothing."
u. Flags. Most of the interviewees, nearly forty-seven
percent, responded, "a lot," in contrast with only about
five percent, "nothing." Another group of almost thirty-nine
percent said, "not very much," and roughly nine percent,
"nothing."
Students ' Perceptions of Whether or Not
They Liked What They Learned
Two response categories were available: either "yes" or
"no" answering whether or not they enjoyed what they
learned.
a. Patchwork. Less than a half, forty-nine percent, of
the students participating in this activity said, "yes," in
comparison to a majority of fifty-one percent, who answered,
"no."
b. Masks. An overwhelming majority of approximately
ninety-one percent seemed satisfied, about nine percent
dissatisfied.
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c. Adornments. A greater number, almost eighty percent
answered positively, nearly twenty percent negatively.
d. The Ndebele Paintings. More than half, about fifty-
four percent were in favor, but roughly forty-six were not.
e. Egyptian Pyramids. A large number of about eighty-
six percent agreed, contrary to approximately thirteen
percent.
f. Egyptian Colors. Almost fifty-nine percent agreed,
against nearly forty-one percent who disagreed.
g. Cowry Shells Jeweljry. A striking majority of about
eighty-five percent said that they liked the presentation.
Nearly, fifteen percent disagreed.
h. Anklets. Roughly seventy-eight percent agreed, and
only twenty-two said the opposite.
i. Bracelets. About fifty-five percent of the students
reported that they learned "yes" from this, contrasting with
about forty-five disagreeing.
j. Necklaces. Approximately sixty percent answered
"yes." About forty percent said otherwise, "no."
k. Paper Dolls and Clothing. The majority, nearly
eighty-five percent, said "yes", and about fifteen "no."
l. Egyptian Crowns. Nearly fifty-five percent felt
that this was informative, yet approximately forty-five
disagreed.
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m. Maps. A majority of about seventy-seven percent
agreed, the rest making almost twenty-three percent
disagreed.
n. The Swahili Language. Approximately seventy-one
percent expressed satisfaction, but nearly twenty-nine
percent dissatisfaction.
o. Storytelling. Almost eighty-three percent reported
that indeed it was edifying. On the other hand, seventeen
percent did not think so.
p. African Games. A sweeping majority of about eighty-
three percent found the games educational. Seventeen
percent, however, said that they were not.
q. African Drums. Again, nearly eighty-three percent
stated that these drums were cultural, but almost seventeen
percent indicated that it was a waste of time.
r. African Music and Dance. Nearly eighty percent
seemed happy, but the others, about twenty percent seemed
unmoved.
s. The Hieroglyphic Alphabet. Forty-six percent seemed
pleased, almost fifty-three percent, however, appeared not
to be so.
t. Tie-Dye. Roughly forty-eight percent rated the
activity as enlightening, although nearly fifty-one percent
appraised it poorly.
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u. Flags. About seventy-three percent were in favor,
whereas nearly twenty-seven percent disapproved.
Overall Student Perceptions of "Celebrate Africa" Workshop
Participating students had to select one of the three
answers: "a lot" or "yes," "somewhat" or "maybe," and/or
"no." The variables were respectively, "The village was
fun," "I would like friends to visit the village," and "I
would like to visit Africa."
a. "The village was fun." Most of the students,
approximately seventy-four percent, said, "Yes." About
twenty-one percent agreed with reservation, and nearly five
percent disagreed.
b. "I would like friends to visit the village." Nearly
sixty-one percent felt that the village was worth a visit.
About twenty percent were unsure. Nineteen percent said,
"No. "
c. "I would like to visit Africa." Roughly fifty-seven
percent had no objection to the "dream." About twenty-eight
percent seemed undecided, and almost fifteen percent,
however, flatly repudiated the idea.
Perceptional Differences between Elementary Schools and
Middle/High Schools
A comparison made between elementary and both middle
and high schools students suggested a significant
difference, particularly with regard to the following:
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patchwork, bracelets, necklaces, the Ndebele painting;
Egyptian colors, Egyptian crowns, the hieroglyphic alphabet;
masks, paper dolls, and clothing; maps, African games,
African drums, flags, and visiting Africa.
This can be supported by the fact that masks, paper
dolls, and clothing are likely to be easier to make than
patchwork, bracelets and necklaces. Furthermore, the
elementary schools children preferred more frequently masks,
paper dolls, clothing, maps, African games; African drums,
and flags (See Tables 5 and 6).
Finally, elementary schools children reported that they
would like to visit Africa more frequently than their
middle/high school counterparts. The aforementioned
activities are social functions. They are contagious,
irresistible. They arouse feelings and intensify the
occasion. Holloway reported, "The values of African
societies do not inhibit this [practice of music and
dance].... It is encouraged, for through it, individuals
relate to musical events or performing groups, and interact
socially with others in a musical situation. Moreover,
motor response intensifies one's enjoyment of music through
the feelings of increased involvement.
Elementary Schools and Middle/High Schools Students'
Enjoyment of the Workshop
Table 6 suggests that the elementary schools children
significantly enjoyed masks, paper dolls/clothing, maps.
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African games, African drums, and flags than the middle/high
schools students.
On the other hand, the middle/high schools students had
significantly higher enjoyment of patchwork, the Ndebele
painting; Egyptian colors, Egyptian crowns, and the
hieroglyphic alphabet than the elementary schools children.
Besides, the same table suggests that the elementary schools
students had a significantly higher wish to visit Africa
than the middle/high schools students.
Assessment of "Celebrate Africa" Workshop
Impact on Self and Students
An eight question instrument was issued to about twelve
teachers, from elementary, middle, and high schools, to
evaluate the workshop. Only "yes" or "no" answers were
considered. The study allowed for the following results:
a. Workshop helped increase knowledge. An overwhelming
majority of approximately eighty-eight percent agreed. The
remaining portion of about twelve percent disagreed.
b. Better teaching about Africa. The absolute
majority, one hundred percent, said, "Yes."
c. Devising new teaching methods. Likewise, the entire
bulk, that is one hundred percent, said, "Yes."
d. Better feeling about one's heritage. Once again,
the majority, nearly eighty-eight percent, reported, "Yes,"
against nearly twelve percent, "No."
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e. Buying an African attire. Roughly sixty-three
percent reported that they did. About thirty-seven said,
"No. "
f. Increasing students' knowledge about Africa. Again
the group unanimously agreed, i.e. one hundred percent.
g. Positive attitude towards Africans. A majority of
about eighty-eight percent agreed. Almost twelve percent
disagreed.
h. Increased student self-esteem. Once more, a
unanimous "Yes" was recorded at one hundred percent.
Summary
This chapter has provided the essence of the study,





This study has attempted to explore the effect of a
workshop on participating teachers' knowledge about Africa,
their teaching about Africa, their feelings toward African




The Celebrate Africa Workshop would have a
positive effect on teachers' knowledge about Africa.
This hypothesis was proven. The elementary schools students
significantly seemed to have learned more from masks and
paper dolls, and clothing than the middle/high schools
students. The latter group, on the other hand significantly
seemed to have learned more than their counterparts, that
is, the elementary schools children, about patchwork,




The Celebrate Africa Workshop would have a
positive effect on teaching about Africa. The
hypothesis was proven. Elementary schools children
significantly enjoyed more masks, paper dolls/clothing,
maps, African games, African drums, and flags than the
middle/high schools students. Yet, the middle/high schools
students had significantly higher enjoyment of patchwork,
the Ndebele painting, Egyptian colors, Egyptian crowns, and
hieroglyphic alphabet than the elementary schools children.
Hypothesis 3
The Celebrate Africa Workshop would have a
positive effect on teachers' feelings toward African
culture. The above hypothesis was also proven. The
Celebrate Africa Workshop significantly had a positive
effect on teachers' feelings towards Africa. For example,
all the teachers who responded reported that they purchased
an African attire. (See Table 1.)
Hypothesis 4
The Celebrate Africa Workshop would improve
students' learning about Africa. The hypothesis was
also proven. The Celebrate Africa Workshop significantly
helped improve students' learning about Africa. For the
same reason stated about Hypothesis 2.
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Hypothesis 5
The Celebrate Africa Workshop would stimulate
students' interest in African culture. The hypothesis
was proven. The Celebrate Africa Workshop significantly
stimulated students' interest in African culture. In all
activities, except three, more than the average percentage
of the responses suggested satisfaction. (See Table 3.)
Hypothesis 6
The Celebrate Africa Workshop would improve
students' feelings toward African culture. This
hypothesis was also supported. Over fifty-seven percent of
the students who responded significantly expressed an
interest in visiting Africa. (See Table 4.)
Hypothesis 7
There would be perceptional differences between
elementary schools and middle/high schools students
in learning about Africa. This hypothesis is
significantly supported. For example. Table 5 shows that
elementary schools children prefer masks, Swahili, cowry
shells jewelry, and paper dolls and clothing. The middle/
high schools children, on the other hand, preferred
adornment, bracelets, and necklaces.
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Hypothesis 8
There would be perceptional differences between
elementary schools and middle/high schools students'
enjoyment of the Celebrate Africa Workshop. This
hypothesis is significantly supported. Table 6 shows that
elementary schools children seemed to enjoy more masks,
paper dolls, the Swahili language, and African games among
others. However, the middle/high schools students seemed to
enjoy more the Ndebele paintings, Egyptian colors, Egyptian
crowns, and the hieroglyphic alphabet.
Recommendations and Suggestions for Further Research
This study, therefore, suggests the following
recommendations. There is a need for:
One: further research in African Americans' attitudes
toward African Culture.
Two: similar workshops to be done in other areas, to
evaluate the effectiveness of this way of improving
knowledge toward Africa.
Three: another research in terms of getting other
sectors of the American Population to learn about African
culture, and if this kind of workshop could be used for the
other sectors of the population.
Four: introducing Swahili, the most spread African
Language and Organization of African Unity (OAU) official
Language, and African Culture to predominantly African-
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American schools, elementary through university levels.
This is imperative for exposure to different realities in
different cultures. For example, Swahili represents African











Also, a thinking human can be contrasted with a non-thinking
one, thus:
mtoto, mutoto (a reasonable, rational, mature, sensible
child)
watoto (plural)
kitoto (an irrational child, an infant)
vitoto (irrational children, infants)
krijana (youth, youngster)
vijana (pi. of the above)
This is profound while easy to understand.
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Conclusion
It was beyond the scope of this paper to deal with how
African-Americans got out of Africa, what happened to their
African culture, and attempts made to strengthen the linkage
between African-Americans and African culture. In which
case, Alex Hailey, arguably the most significant to date,
visits to Africa, and the like might have been discussed.
To conclude, there are still large gaps about the
knowledge of the African culture, probably accounting for
the tensions which exist between African-Americans and
Africans' relations. The Celebrate Africa Workshop was such
an attempt in this gigantic endeavor.
On the basis of the success of the project, it is
recommended that, not only African American teachers, but
all teachers should be exposed to the teaching model. This
study shows the feasibility of the workshop as continuing
education for different school systems. The training,
however, may need to be customized to suit the level of the
students. For example, the elementary level students
preferred dolls, games and music, whereas middle and high
school students seemed to prefer jewelry.
As this researcher has remarked elsewhere, emphasizing
the education of people of African descent:
Formal schools can become negative environments that
destroy lives. Children often attend school with a
sense of alienation and frustration, caused not only by
learning in a foreign language, such as English or
French in Afrika, but also by harsh pedagogical methods
that have their roots in the colonial era and by
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curricula that are devoid of truthful reference to the
history, traditional values, experiences of Afrikan
people.
A similar phenomenon appears, exists, in the education
of African Americans in the United States. This
academic tragedy need not be if schools on both
continents would borrow more concepts and pedagogical
strategies from the traditions of Afrika.^
iRawalie M Fataki III, "Mathematics in the Daily Lives
of Afrikans An Afrikan Remembers," in Teaching Mathematics
African-Based Themes for the Classroom, An Afrikan
Remembers, African Contributions, and Issues in Classroom
Management, 2nd Ed., (Washington, D.C.: Institute for


























































































































































































































































































































































THE EFFECT OF "CELEBRATE AFRICA", A CULTURAL WORKSHOP ON CHILDREN AND
TEACHERS' KNOWLEDGE OF AFRICA AND TEACHERS' INSTRUCTIONAL BEHAVIORS.
The purpose of this survey is to assess the influence of 1994 Summer
"Celebrate Africa" Workshop on the Teachers who participated: their
knowledge and attitudes about Africa and the African People, acquisi¬
tion of new technics and competence to teach about Africa and the
Diaspora, and the children's attitudes towards Africans and
themselves.
Your answers to the questions below will help determine the impact of
improvement to the workshop in the future. Using a pen or a pencil,
please check off in one of the boxes: strongly agree (SA), agree (A),
disagree (D), strongly disagree (SD), or do not know (DK), which are
next to each statement. Further comments can be written on a separate
sheet of paper. Thank you indeed for your cooperation.
SA A D SD DK
1. "Celebrate Africa" Workshop has
helped increase my knowledge
about Africa and the Diaspora. ( ) ( ) ( ) { ) ( )
2. I feel better prepared to teach
about Africa and the Diaspora
than before. ( ) ( ) ( ) ( ) ( )
3 . The Workshop has allowed me to
devise a new teaching methodology. ( ) ( ) ( ) ( ) ( )
4. I feel better about my African
Heritage than I did before.
5. Because of my exposure to the
workshop, I (have) bought an
African attire (or adornment).
( ) ( ) ( ) ( ) ( )
( ) ( ) ( ) ( ) ( )6.My students have demonstrated
improvement in their knowledge




7. I feel that my student's atti¬
tudes towards Africans from
Continental Africa have become
more positive. ( ) ( ) ( ) ( ) ( )
8. I feel that my students' self¬
esteem has improved from their
exposure to the Children's
Village. { ) ( ) ( ) ( ) ( )
Again, thank you for your time.
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Appendix B (continued)
THE EFFECT OF "CELEBRATE AFRICA", A CULTURAL WORKSHOP ON CHILDREN AND
TEACHERS' KNOWLEDGE OP AFRICA AND TEACHERS’ INSTRUCTIONAL BEHAVIORS.
Please answer the following about "Children's Village" or Africa and













a) patchwork ( ) ( ) ( ) ( )
b) masks ( ) ( ) ( ) ( )
c) adornment ( ) ( ) ( ) ( )
d) the Ndebele painting ( ) ( ) ( ) ( )
e) Egyptian pyramids ( ) ( ) ( ) ( )
f) Egyptian colors ( ) { ) ( ) ( )
g) cowry shells jewelry ( ) ( ) { ) ( )
h) anklets ( ) { ) { ) ( )
i) bracelets ( ) ( ) ( ) ( )
j) necklaces ( ) ( ) ( ) ( )
k) paper dolls and clothing ( ) ( ) ( ) ( )
1) Egyptian crowns ( ) ( ) ( ) ( )
m) maps ( ) ( ) ( ) ( )
n) the Kiswahili Language ( ) ( ) ( ) ( )
o) storytelling ( ) ( ) ( ) ( )
P) African games ( ) ( ) ( ) ( )
q) African drums ( ) ( ) ( ) ( )
r) African music and dance ( ) ( ) ( ) ( )
s) the hieroglyphic alphabet ( ) ( ) ( ) ( )
t) tie dye ( ) ( ) ( ) ( )
u) flags ( ) ( ) ( ) ( )
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Appendix B (continued)
THE EFFECT OF "CELEBRATE AFRICA", A CULTURAL WORKSHOP ON CHILDREN AND
TEACHERS' KNOWLEDGE OF AFRICA AND TEACHERS' INSTRUCTIONAL BEHAVIORS.
Please answer the following about











a) patchwork ( ) ( ) { )
b) masks ( ) ( ) ( )
c) adornment { ) { ) ( )
d) the Ndebele painting { ) ( ) ( )
e) Egyptian pyramids { ) { ) ( )
f) Egyptian colors ( ) ( ) ( )
g) cowry shells jewelry ( ) ( ) ( )
h) anklets ( ) ( ) ( )
i) bracelets ( ) ( ) { )
:) necklaces ( ) ( ) { )
k) paper dolls and clothing ( ) ( ) ( )
1) Egyptian crowns ( ) ( ) ( )
m) maps ( ) ( ) ( )
n) the KiSwahili Language ( ) ( ) ( )
o) storytelling ( ) ( ) ( )
P) African games ( ) ( ) ( )
q) African drums ( ) ( ) ( )
r) African music and dance ( ) ( ) ( )
s) the hieroglyphic alphabet ( ) ( ) ( )
t) tie dye ( ) ( ) ( )
u) flags { ) ( ) ( )
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Appendix B (continued)
THE EFFECT OF "CELEBRATE AFRICA", A CULTURAL WORKSHOP ON CHILDREN AND
TEACHERS' KNOWLEDGE OF AFRICA AND TEACHERS' INSTRUCTIONAL BEHAVIORS.
Please answer the following about "Children's Village" or Africa and
African Culture that was done at your School. Thank you.
3. The village was fun. Yes, a lot Yes. somewhat
( ) ( ) ( )
4. I would like my friends Yes
to visit the village as
I myself did. ( )
No Mavbe
( ) ( )











CELEBRATE AFRICA WORKSHOP SCHEDULE
CELEBRATE AFRICA
1994 SUMMER TEACHERS INSTITUTE
P.O. BOX 92742 ATLANTA GEORGIA 30314
DATE DESCRIPTION
Monday, July 11, 1994 • Registration
Official Greetings
Overview & Course Requirements
Demonstration













Thursday, July 14, 1994 • Speaker: Portia Maultsby
Topic: Roots of African-American Music
Facilitator: Amoyewa Skaggs
Friday, July 15, 1994 • Speaker: Omelika Bynum
Topic: African Dance Workshop
Facilitator: Collette Hopkins
Saturday, July 16, 1994 • Gullah Tour, Penn Center
South Carolina
Facilitator: Collette Hopkins





Tuesday, July 19, 1994 • Southern Africa & Northern Africa
Fanon Wilkins & Dot Blue
Facilitator: Judy Copes
Wednesday, July 20, 1994 • Latin America & the Caribbean
Judy Copes
Facilitator: Dot Blue
Thursday, July 21, 1994 • Southern African American Culture
Lolita Saxon
Facilitator: Amoyewa Skaggs




Closing Ceremony & Luncheon
Thursday, July 28, 1994 • Children's Education Village
Volunteer Orientation
Piedmont Park *
Saturday, July 30, 1994 • Children's Education Village
Open to the Public.
Reservations advised for groups.
Sunday, July 31, 1994 • Children's Education Village
Open to the Public.
Reservations advised for groups.
Monday - Thursday
August 1-4, 1994
11:00 a.m. - 3:00 p.m.
• Children's Education Village
Serving children in summer camps and
special programs.
Reservations required for groups of
ten or more.
Thursday, August 4, 1994
3:00 p.m. - 5:00 p.m.
• Children's Education Village
"Teach Africa: A Teacher to Teacher
Workshop"
Open to public and private school
teachers. Reservations required.
Friday, August 5, 1994
11:00 a.m. - 6:00 p.m.
• Children's Education Village
Open to the public.
Reservations advised for groups.
Saturday, August 6, 1994
10:00 a.m. - 6:00 p.m.
• Children's Education Village
Open to the public.
Reservations advised for groups.
Sunday, August 7, 1994
10:00 a.m. - 6:00 p.m.
• Children's Education Village
Open to the public.
Reservations advised for groups.
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Appendix C (continued)
CELEBRATE AFRICA: The 1994 Children's Education Village of
the National Black Arts Festival
August 1-7, 1994, Piedmont Park
The 1994 Children's Education Village of the National Black
Arts Festival (NBAF) is designed to create a knowledge base
on the people and cultures of Africa through a series of
hands on, interactive educational experiences and perform¬
ances. The Village, designed to captivate children aged
3-12 years, was created to compliment the Festival and
will provide seven days of unique cultural interpretations
through map study, historical timelines, adornment, textile
creations, music, ceremonies, dance, folktales and fables,
and puppetry. Approximately twenty child-focused stations
will be available for participants. Additionally, a
performance space will showcase local, national and
international artists and will house an ongoing children's
news station and video theatre. Displays of educational
materials will be provided. Special parent and teacher
workshops will be conducted.
The schedule for the Village is as follows:
Monday - Thursday, August 1-4, 1994 11:00 am - 3:00 pm
Designed to serve groups of children attending summer
camps and special programs. Reservations required for
groups of ten or more.
Thursday, August 4, 1994 3:00 - 5:00 pm
"TEACH AFRICA: A Teacher to Teacher Workshop." Open to
public and private school teachers interested in
teaching African cultural experiences to children.
Reservations required.
Friday, August 4, 1994 11:00 am - 6:00 pm
Open to the public. Reservations advised for groups.
4:00 to 6:00 pm: "Parents Teach Africa." A special
workshop designed for parents interested in sharing
African cultural experiences with their children.
Reservations required.
Saturday, August 6, 1994 10:00 am - 6:00 pm
Open to the public. Reservations advised for groups.
Sunday, August 7, 1994 1:00 - 6:00 pm
Open to the public. Reservations advised for groups.
For additional information please contact: Collette M.
Hopkins, Ph.D., Director, 1994 Summer Teachers Institute,
P.O. Box 92742, Atlanta, Georgia 30314, (404) 758-1076.
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